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Introduction

Grades are one of the most important educational commodities that a student obtains.
However, determining the quality and worth of grades is not as simple as it seems. In fact, it is
such a complex issue that some educators have proposed their abolition (Manzano, 2000;
Popham, 2000). Grades can open up or close down important learning opportunities for students
(Jasmine, 1999). With high grades, students get admitted to colleges and universities of their
choice and receive scholarships and tuition assistance since grades are a major selection criteria
in the college admission process. The reverse is also true. It is very difficult for students to get
admitted to some schools if their grades are not sufficiently high. In addition, if a high grade is
obtained, but not deserved, a student could be misplaced in an academic coﬁrse or program for
which she or he is not prepared and experience failure. Likewise, based on principles of
attribution and social cognitive theories, if students receive grades lower than ones that
accurately depicts their true level of academic knowledge, it may lead students to believe they
lack the ability to succeed academically and lower their sense of self-efficacy as well as their
motivation to learn (Pintrich & Schunk, 2002). Although grades are defined to be marks
"showing the quality" of a student's academic work (American Heritage Dictionary, 1983, p.
303), that is, to what extent one has learned, grades often fail to communicate that very quality.

Confusing Purposes and Miscommunication

It is very important then that there is congruence in the understanding of the appropriate
functions of grades and the information they communicate between the people who issue the
grades and the ones who will interpret the grades. Absence of this coherence will lead to
inappropriate use of grades minimizing their value and usefulness as basic currency in our

educational system. This lack of coherence seems to be found throughout our education system.
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In a study by Baron (2000), results show that there is lack of coherence in the beliefs about
grades held by parents and students and the beliefs held by the education community. Even
within the same school, teachers often hold very di‘fferent views about the purpose of grades and
fail to communicate with their co'lleagues about their grading practices (Kain, 1996). New
teachers often work independently and are left to figure out their own grading policies, graduaily
adhering to the norms of the school. There is a similar lack of coherence and communication
among college teachers (Barnes, Bull, Campbell & Perry, 1998).

This paper takes a strong position regarding the purpose of grades that become part of a
student's perm?ment record such as those reported on transcripts and report cards. The purpose of
these grades is to communicate a valid and reliable summary of a student's academic
achievement in the subject that is listed next to the grade on the record. It can not, and therefore
should not, be a hodgepodge of factors such as student's level of effort, innate aptitude,
compliance to rules, social behaviors, attitudes, or other non-achievement measures. It can not
be a teacher's "merged judgement'" of these factors, since as a single letter or numeric mark, the
reported grade must communicate a single fact about the student if it is to be a valid or accurate
source of information coherently shared between the rep‘ortérlﬁ‘ the grade and the person reading
the grade report. The purpose of an academic report is to communicate the level of academic
achievement that a student has developed over a course of study. Therefore, the sole purpose of a
grade on an academic report, if it is to be a valid source of information, is to communicate the
academic achievement of the student. If other factors about the student are deemed important,
such as a student's attitude, level of effort, or social behavior, then other appropriate forms of
reporting these factors must be made available énd used. If a multidimensional view of the

student is desired, then a multidimensional system of reporting is required. Using a single grade
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as a summary of a teacher's "merged judgement" of a student leads to miscommunication,
confusion, and a continuation of the lack of coherence among stakeholders about what a grade
represents. Due to the difficult task of aligning learning standards, instruction, and assessment, it
is hard enough for teachers to ensure the validity of a grade eve'n when related to the single factor
of achievement. Including other factors can only complicate the teacher's task of communicating
to others the academic progress of their students.
Stiggihs (2001) provides a list of questions that a reflective teacher might ask themselves
about their grading practices. Several of his questions get to the heart of the validity issue of a
teacher's gradiﬁg practices. These questions include:
e  Why do I have to assign grades? What's the purpose?
e Should I grade just on ability and achievement or should I consider effort and attitude
as well?
e Are my grades supposed to mean the same thing as those of others who teach the
same courses? How can we ensure that this is true?

e If we all reflect different expectations and standards in our grades, how can anyone

interpret our grades accurately? (p. 410)
Stiggins (2001) effectively argues that report card grades must be accurate communications of
students' achievement and not for other purposes such as to motivate students or control their
behavior, which can subvert, or invalidate, the communication. He addresses the five factors
(achievement, aptitude, effort, compliance, attitudes) that teachers often merge together to
calculate grades. Based on principles of measurement, learning, and motivation, he
systematically eliminates all except achievement as appropriate and valid factors to include in

the reporting of grades.

! The authors have borrowed this phrase from an anonymous reviewer.
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Stiggins (2001) provides the following example which is especially relevant to the focus
of the research presented in this paper.

For instance, let's say a teacher uses homework grades as a motivator to compel students

to practice because this teacher believes that those who do so learn more. He warns

students that failure to turn in any homework assignment will be entered as a failure in
the gradebook. All incomplete assignments turn into Fs when it's time to compute that
final grade.

Now let's say there are two students in this class, both of whom have developed a
very high level of mastery of the material. Each has an outstanding record on all tests,
quizzes, and projects. Yet one student has consistently failed to complete practice
assignments and so has accumulated many Fs for homework in the gradebook.

At report card grading time, the message _sender (the teacher) sends out word (via
grades) that one student has been assigned an A, while the other is assigned a C. The
resulting communication problem becomes apparent when we realize that both students
learned the same amount. The message receivers (parents, other teachers, etc.) have no
basis on which to distinguish the messages. They won't know or understand the subtleties
of meaning hidden within the message and may draw inappropriate conclusions about
each student's achievement. The result is miscommunication. (p. 411)

Although report card grades should be assigned to communicate to others the level of
academic achievement that a student has attained (Snowman, Biehler & Bonk, 2000), this
principle is often ignored in practice (Tombari & Borich, 1999). If grades are to communicate
students' academic achievement, then classroom assessments on which these grades are based

should be measures of what level of subject content students have learned (Gronlund, 1998;
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Oosterhof, 2001). The main goal for classroom assessment is to gather reliable, valid,
meaningful, and useful information about student learning (Broékhart, 1998; Linn and Gronlund,
1995). A grade that a student gets at the end of a semester is a single numerical or letter index
summarizing the results of classroom assessment. It is a summary evaluation that is used to make
immediate and important decisions such as skipping some courses or taking a remedial course as
well as make long range career plans (Gage and Berliner, 1992). Assigning, and therefore
interpreting, this grade can be difficult because of the complexity of the teaching and learning
process that is linked to assessment. It has been suggested by Brookhart (1998) that classroom
assessment and grading practices are at the center of effective management of classroom
instruction and learning,.

Grading and Lack of Professional Training

To add to the lack of cohesion and miscommunication is the problem with pre-service
teacher training at the college level (Goodwin, 2001). Pre-service teachers have been students for
16+ years before finishing their career preparation as full-time teachers. They form many of their
perspectives about teaching from these many years of observing teachers and their teaching
practices (Lortie, 1975). They have been recipients of hundreds, if not thousands, of grades from
their K-12 teachers and college professors before taking on the respoﬁsibility of assigning grades
to their own students. To a large degree their perception regarding grades come from their own
long experience as students. The only formal training on grading procedures they receive before
they are responsible for grading their own students comes from their teacher education programs.
Very few teacher education programs (less than 1/3) include a stand-alone "Measurement" or
"Assessment" course (Allen & Lambating, 2001, see Appendix A). More often than not, the

topic of grades is just one of many that are addressed in a methods or instructional design course.
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According to Stiggins (1999), how the concepts of "reliability” and "validity" are related to
classroom practice is not addressed in the courses in which our pre-service teachers are
introduced to these terms. It is important to look at this issue because the principles of validity
and reliability are considered the most fundamental principles related to measurement and
therefore important to classroom assessment (Gallagher, 1998; Gredler, 1999; Linn & Gronlund,
1995).

Grading systems used by teachers vary widely and unpredictably and often have low
levels of validity and reliability due to the inclusion of non-academic criteria used in the
calculation of grades (Allen & Lambating, 2001; Brookhart, 1994; Friedman & Frisbie, 1995;
Johnsen, 1995; Olson, 1989). Grading practices by teachers rarely follow the measurement
principles and the grading practices recommended in measurement textbooks (Cross and Frary,
1996). Some believe that this is due to the lack of adequate training of teachers in objective and
systematic methods of assessment and evaluation leaving teachers to rely on poor grading
practices (Stiggins, 1988). Others argue that even when teachers are provided with measurement
instruction, they still use subjective value judgements when assigning grades (Brookhart, 1993).
Research suggests that pre-service teachers need hands-on e')'q;erience in ways of grading
students and how to work with cooperating teachers who assess and grade in ways different from
those learned from their instructors on assessment and grading (Barnes, 1985; Lomax, 1996).
Several researchers have shown that grades are used for multiple and contradictory purposes, and
there use as a tool for communicating student achievement is just one of these many purposes. It
has been shown that grades are used as a motivational tool as well as to develop desirable
behaviors such as good study habits (Oosterhof, 2001). According to Gronlund (1998), grading

based on learning ability has sometimes been used at the elementary level to motivate students
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with less ability. It follows then that instead of the grade being a function of what a student has

learned it has become a function of many variables. Included in these variables are submissions

of homework, class attendance, and non-academic behaviors. Simply put, it would appear that
grades are measures of how well a student lives up to the teacher's expectation of what a good
student is rather than measures of academic achievement by the student.

Considering the complexity of the issue of grades and grading procedures, this paper
explores three issues:

1. How are the perspectives of high school students, full-time high school teachers,
undergraduate and graduate students in pre-service teacher education programs, and
education professors similar or different regarding how a high school teacher assigns grades?

2. Do high schopl students, full-time high school teachers, undergraduate and graduate students
in pre-service teacher education programs, and education professors give more or less weight
to completing an assigned task (e.g., homework) than demonstrating mastery of the subject in
the assignment of grades?

3. Does taking a stand-alone measurement course make a difference among educators’

J— .

perspectives on grading?

Methods of Inquiry

The use of case studies has become very common in teacher education courses including
educational psychology classes (Allen, 1999; Sudzina, 1999). This is illustrated by the adoption
of short cases or vignettes in almost every currently published Educational Psychology textbook.
Case study analysis is particularly useful in developing problem solving skills and reflective
thinking among students (Allen, 1995; Richert, 1991; Silverman, Welty & Lyon, 1996). The use

of case with pre-service teachers help them to move beyond their preconceived and often
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simplistic notions about teaching practices that are based on their personal experiences and to
consider the complexity of teaching illustrated in well-praﬁed case studies linking educational
theory to practice (Goodwin, 2001). In addition, the use of surveys is a commonly accepted
method for collecting descriptive data in educational research (Gall, Gall & Borg, 1999,
McMillan & Schumacher, 2001; Mertens, 1998). The use of a case study in conjunction with a
survey instrument provided a rich context for subjects to respond to research questions in a more
realistic and informative manner.

A survey was developed to collect data on educators’ perspectives about assessment and
grading issues as addressed in a case study (see Appendix B). The case study presents a realistic
grading dilemma in which a teacher (Sarah) assigns grades based on criterié that could be
considered both invalid and unreliable. The use of this case study was used for several reasons.
First, over the past decade one of the authors of this research has used this case to help students
in his educational psychology course reflect on the complexity of classroom assessment. Each
semester it is the case that students are the most reluctant in accepting alternative perspectives on
grading than the one that has been instilled in them over their careers as students, specifically the
perspectives that effort and compliance to requirements should be included in determining a
student's grade. Also, the research by Brookhart (1993) on teachers' grading practices involved
collection of data through the use of a series of one-paragraph scenarios about teacher's grading
practices. Although we found this method good at attempting to get teachers to reflect on and
respond to "realistic" classroom situations, we thought that they lacked the true complexity of
classrooms and the multiplicity of factors that teachers must take into consideration in making
decisions. The case study of "Sarah Hanover" is four pages long and allows for that complexity

to be developed (Silverman, Welty, & Lyon, 1996).
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Research participants were asked to read and analyze the case and provide a solution to
the grading dilemma along with rationale for their decisions. The major dilemma is that the
teacher, Sarah, has given the most knowledgeable student (James) in her math class [98% test
average, best peer-tutor, active participant in class, pleasant personality] a letter grade of “B”
because he never turned {n homework. The parents of the student want Sarah to change the
student’s grade to an “A” to reflect his knowledge of math. The major dilemma for Sarah is
whether to change the grade from B to a higher grade as requested by James' parents. Questions
of the validity of the grade and the reliability of homework are central issues in the case.
Research participants were asked to respond to the following four questions about grading and
homework after reading the case: |
¢ QI1: Should Sarah change James’ grade? No Yes Why/why not?
¢ Q2: What letter grade does James deserve? A B C D F Why?
¢ Q3: What do you believe should be the purpose of homework?
¢ Q4: What do you believe should be the purpose of a grade?

Responses to the survey questions based on the grading scenario described in the case provided
the researchers greater insight on the perspectives of each of the respondents regarding grades.
Subjects
Data were collected from the following groups of educators and students:
¢ 153 pre-service teachers- the majority (151) of whom were enrolled in an undergraduate
educational psychology survey course. These students were in their third year of the various
teacher-education programs (El. Ed., Special Ed., Secondary Ed., Art Ed., etc.) in a School of
Education at a private liberal arts college in upstate New York. These undergraduate students

do not take a course in measurement. Their primary exposure to measurement theory and
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grading is as one of the major topics covered in the undergraduate educational psychology
survey course (approximately 2 weeks out of a 15-week semester). They had read a chapter
on classroom assessment and had 2-3 class periods of lecture/discussion on the chapter
before reading the case and completing the questionnaire.

¢ 49 pre-service teachers enrolled in either a graduate educational psychology survey course in
New York (n = 37) or graduate education courses at a California State university (n = 12).
The majority (n = 35) of the New York graduate students were students not having an
undergraduate education degree. They were taking the survey course as a foundation for their
other Master’s level education courses and were being introduced to measurement theory and
classroom grading issues for the first time (again in 2 weeks of a 15-week semesfer). The

* New York graduate students had read a chapter on classroom assessment and had 2-3 class

periods of lecture/discussion on the chapter before reading the case and completing the
questionnaire. The California graduate students were doing their student teaching experience
that is part of the credential program. These students had taken an Educational Psychology
course that includes approximately six hours of discussion on classroom assessment.

¢ 81 practicing high school and elementary teachers tgc}{in—g in New York (n=44) or
California (n = 37). The majority (31) of the New York teachers indicated that they had taken
a “graduate level course in tests and assessments.” Seventeen of the 37 California graduate
students were taking an assessment course when the data were collected.

¢ 34 school of education professors teaching in New York (n = 23) or California (n = 11).
These included professors in departments of teacher education, special education, educational

psychology, reading, communication disorders, and counseling,
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¢ 288 high schools students in New York (n = 163) or California (n = 125). The students in
New York were 10th, 11th, and 12th graders taking either an Honors or Advance Placement
English or science course. The California students were 9th and 10th graders in mixed ability
science classes.

The college and high school students were asked to complete the survey as a voluntary non-

graded activity. In New York, high school and college teachers were provided a $5 incentive

(gift certificate/movie pass) to voluntarily complete the survey. The response rate for these high

school teachers was 63% (44 of 70 surveys sent) and for college faculty 51% (23 of 45 surveys).

Data Analysis

A sample of data for each of the four survey questions was read to identify categories to
classify subjects' essay responses. This analysis resulted in several categories for each question
included in the survey instrument (see Appendix C). Two graduate students were trained by the
second author of this study to identify these major categories to classify all the responses on all
surveys. If a response did not fit into any of the pre-determined categories, a new category was
established if the response was relevant to the case. In the few cases that the written response
was not logically related to the case study, it was not incﬁdéd_in the data set.

The large number of individuals responding to each item in the survey as well as the
variability of the groups responding to the same set of items helps to ensure reliability of the data
collected. The range of variation in the categories resulting from the explanations and reasons
provided by the respondents to the primary and follow-up questions adds to the reliability of the
data obtained. The case study and survey was piloted with several classes of students to insure

that respondents were able to address the issues raised in the survey.
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Allen & Lambating (2001) previously reported results of descriptive analysis on the
responses to the first two survey questions without datg from high school students. The focus of
this paper is based on the remaining two survey questions and further analysis of questions 1 and
2 in relation to responses to questions 3 and 4 along with new information gathered from high
school students.

Research Issue #1

How are the perspectivés of high school students, full-time high school teachers,
undergraduate and graduate students in pre-service teacher education programs, and education
professors similar or different regarding how a high school teacher assigns grades?

To investigate this question frequency distributions and a chi-squafe analysis were used
to analyze the survey question: "Should Sarah change James’ grade? Why/why not?"

There were 597 valid cases out of 606 for this item. Table 1 summarizes the subjects’ responses.

Table 1. Response to the question “Should Sarah change the grade of James?”

Respondents N Yes (%) No (%)
Undergraduates 153 14 (9%) 139 (91%)
Practicing teachers 81 11 (14%) 70 (86%)
Graduate students 49 7 (14%) 42 (86%)
Professors of education 34 11 (32%) 23 (68%)
High school students 280 23 (8%) 257 (92%)
Overall 597 66 531

Based on the data, we can see that there is consistency among the five different groups that Sarah
should not change the grade. The number of respondents' in favor of changing her grade is
consistently lower than the number of respondents who responded that Sarah should not change

the grade. In looking closely at the high school student group, 92 % of the students responded
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"no" to this question compared to an overall 89% of the total number of respondents. A chi-
square test was computed to determine if the two variables “group” and “change grade” are
independent of each other or not. Results show that there is a significant interaction between the
two variables (chi-square = 19.592, p <.01). Professors of education are more likely to change
the grade of James compared to the other groups.

The data for those respondents that indicated that the grade should not be changed were
analyzed by the frequency that a particular reason was given for each group and are summarized
in the following tables. As Table 1.1 indicates the high school students had the lowest response
rate to citing homework as a requirement as reason for not changing the grade. All other groups

except for the professors and the high school students had percentages over 90.

Table 1.1 Grades should not be changed because homework was a requirement.

Number of respondents %
giving this as reason

Undergraduates 133 ' 96
Practicing teachers 65 93
Graduate students 40 95
Professors of education 21 88
High school students 212 82
overall 471 89

There is a big difference in the perception of grading between the high school students
and the other groups as shown in Table 1.2. Ten percent or less for each of the group of
educators cited “changing the grade would be unfair to others” while 32% of the high school

students wrote it as one of the reasons for not changing the grade of James.
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Table 1.2 Grades should not be changed because it is unfair to others.
Number of respondents %
giving this as reason

Undergraduates 10 7

Practicing teachers 4 6

Graduate students 4 10

Professors of education 2 8

High school students 82 32

overall 102 19

Research Issue #2

Do high school students, full-time high school teachers, undergraduate and graduate
students in pre-service teacher education programs, and education professors give more or less
weight to completing an assigned task (e.g., homework) than demonstrating mastery of the
subject in the assignmeht of grades?

To investigate this question frequency distributions were used to analyze the two survey
questions:

e What do you believe should be the purpose of homewgrk?

e What do you believe should be the purpose of a;ad~e?
As indicated in Table 2, the percentage of respondents across the groups had "practice” as the
most frequently given purpose for homework. For the practicing teachers, this was followed
closely by “reinforcement” and then for “achievement/enrichment”. For the undergraduates,
“feedback” was next to “practice” then followed by “reinforcement”. For the high school

students “feedback” was the least frequent reason given.

16



How the multiple functions of grades influence their validity and value as measures of academic 16
achievement ’

Table 2. Purpose of homework (in %)

Undergraduates | Practicing | Graduate | Professors of | High school
(n=153) teachers | students | education students
(n= 81) (n=49) (n=34) (n =280)
practice - 61 68 61 65 58
tracking 1 6 25
reinforcement 37 51 20 32 23
achievement/ 22 33 16 32 33
enrichment
feedback 46 28 49 29 11

As Table 2.1 indicates both educators and high students agree that homework is for
practice (63% and 58%) and yet this was not reflected in their response to whether the grade of
James should be changed or not. One Would think that if homework is seen as "practice," then it
would be difficult to use it to measure acaderﬁic achievement in a valid and reliable manner. It
should be noted that responses to survey question 1 [Should Sarah change James’ grade?
Why/why not?] show that a great majority of the respondents (91% Undergraduates, 86%
Graduates, 86% Practicing Teachers, 68% College Professors, 92% High School Students) would
not change the B grade of James since he was not doing his homework, even though he had a

98% test average (Table 1).

Table 2.1 High school students’ response to “purpose of homework™ compared to all Educators.

Educators High school
Practice 63 % 58 %
Tacking 2% 25%
Reinforcement 37% 23 %
Achievement/enrichment 25% 33%
Feedback 40% 11%
Discipline and responsibility 26% 10 %
Test preparation 6% 14 %

17
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Responses to the fourth survey question [What do you believe should be the purpose of a
grade?] are summarized in Tables 2.2, 2.3, & 2.4. The data show that 28% of the Educators see
the purpose of a grade as a measure of "what was learned", 26% as a combined measure of
"knowledge, effort and class involvement", 23% as a measure of "overall performance", 22% as
a measure for "mastery", 8% for "placement ahd feedback" purposes, and 4% to "provide a
goal". However, for the High School Students the combination of multiple factors ["knowledge,
effort and involvement"] was the reason given for the purpose of a grade (39%). This reason was
given twice as often as any other reason. Looking at the terminology used in respondents'
descriptions of the purpose of a grade, we can see that there is a similarity between "what was
learned" (Table 2.3) and "mastery" (Table 2.4). It is important to note this Similadty because it
would imply that grades as a measure of what a student knows of the subject matter could
possibly be considered a major purpose by more educators than a cursory look at the above
numbers show. If these two reasons are combined for Educators the percentages range between
45% and 57%, but total only 25% for High School Students. - What is problematic is in the
overlap between "what is learned"/"mastery" and "knowledge, effort and involvement". The
inclusion of effort and involvement makes it hard for the receiver of the information to interpret
the meaning of the grade. Looking further at the data, a discriminant function analysis was done
on the question 1 variable 'change grade' [yes/no] as criterion with 'homework was a
requirement’, 'group’, 'age’, 'grade level', 'years of teaching’, and 'what grade' is deserved (survey
question 2) as predictors. Results of the analysis show that whether someone will 'change the
grade' is directly correlated to the predictor was 'homework a requirement' and inversely with

'what grade' is deserved.
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Table 2.2. What is the purpose of grade?

Educators High school
To measure what has been learned 28% 6%
To measure mastery 22% 19%
Overall performance 23% 16%
Placement/feedback 8% 13%
Provides a goal 4% 10%
Knowledge, effort and involvement 26% 39%

Table 2.3. Grade as a measure of what a student has learned

Undergraduates 153 46 30%
Practicing teachers 81 16 20%
Graduate students 49 17 35%
Professors of education 34 9 26%
High school students 280 18 6%

Table 2.4. Grade as a measure of mastery

Undergraduates 153 32 21%
Practicing teachers 81 20 25%
Graduate students 49 11 22%
Professors of education 34 8 24%
High school students 280 54 19%

Research Issue #3

Does taking a stand-alone measurement course make a difference among educators'
perspectives on grading?

The groups using “having taken a measurement course” as variable was cross tabulated
with the response to the first survey question, “Should Sarah change her grade?" These groups
included the professors of education, practicing classroom teachers, graduate, and undergraduate
college students. Table 3 shows that there are a significant number of educators (63%), including

many practicing teachers (46%), who have not taken a measurement course.
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Table 3. Educators from each group with a measurement course.

Group Taken a course Not taken a course ~ Total
Undergraduates 22 130 152
Practicing teachers 43 37 80
Graduate students 21 28 49
Professors of education 30 4 34
Total 116 199 315

Of the 116 educators who had taken a measurement course, 18 (16%) of them responded
"yes" and 98 (84%) responded "no" to the question regarding the teacher changing the student's
grade. Out of the 199 educators who had not taken a measurement course, 24 (12%) would
change the grade and 175 (88%) would not. A chi-square test was calculated to see if the two
events, having taken or not a measurement course and changing the grade or not are independent
of each other. No significant interaction was found (chi-square (1)=.758, p>.05).

Results in Table 3.1 between the two groups indicate that the only noticeable difference
is in “HW was a requirement". In all the rest of the reasons cited the percentage in the two
groups are almost equal. A chi-square test was also calculated to determine if there is a
significant interaction between having taken a measﬁrerﬁnt_c;)urse and citing “requirement” as a
reason for not changing the grade. The two variables were found to be significantly dependent
upon each other (chi-square (1) = 5.286, p<.05). Those who have not taken a measurement

course were more likely to say that they will not change the grade because homework was a

requirement than those who had taken a measurement course.
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Table 3.1 Reasons given as to why grade should not be changed.

James grade should not be changed because =~ Taken a course Not taken a course
(n=116) in percent  (n=199) in percent

HW was a requirement 75 85
Unfair to others 8 6
Will give a wrong impression 6 5
Will mean changing grade of all students 3 2
Did not meet requirements 52 51
Must suffer consequence 7 7

Results in Table 3.2 between the two groups indicate that there was a higher percentage
of educators who had taken a measurement course that placed more importance on “knowing the
material’ and “contribution to class” than those who did not have a measurement course. On the
other hand, more educators who had not taken a measurement course put more value on

“engagement of student” in determining the grade.

Table 3.2 Reasons given as to why the change should be changed

James grade should be Taken a course Not taken a course
changed because... (n=116) in percent (n=199) in percent
Unclear policy 7 T 5
Contributes to class 10 6
Knows material 16 13
Student was engaged 1 3

Table 3.3 illustrates areas where there appears to be a difference between the two groups
regarding the purpose of homework. Differences were found for "Practice" (6%),
"Reinforcement” (9%), "Feedback" (19%), and "Achievement/responsibility" (13 %). A
significant interaction was found between “having taken a measurement course” and “practice”

as purpose of homework (chi-square = 9.22, p<. 05). Those who have taken measurement
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course were less likely to say that homework is for practice than those who had not taken a

measurement course.

Table 3.3 Purpose of homework

Homework is for ... Taken a course Not taken a course
(n=116) in percent (n=199) in percent

Tracking 1 2

Practice 59 65

Reinforcement 43 34

Discipline and responsibility 23 24

Test preparation 8 8

Feedback 28 47

Achievement/enrichment 34 21

Table 3.4 indicatesbthat there is more of a tendency for those who have not taken a
measurement course to list more than one reason for grading than those who have taken a
measurement course. There is a greater overlap in the values in column 3 than in column 2.
Column 2 sums to 103 but column 3 sums to 116. It is worth noting however that there is almost
an equal percentage of educators from the two groups who listed "mastery" as a reason for
grading. Significant interaction was also found between "having taken a measurement course”
and indicating that the purpose of grading was to measure “mastery”(chi-square (1)=17.538, p<
.05). Significance was also found between the variables "having taken a measurement course"
and indicating that the purpo'se of grading was to measure “overall performance" (chi-square (1)
=22.953, p <.05). In both cases those educators who had not taken a measurement course were

more likely to name those reasons than educators who had taken a measurement course.
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Table 3.4 What is the purpose of grading?

The grade is for ... Taken a course Not taken a course
(n=116) in percent  (n=199) in percent
What was learned 25 29
Knowledge, effort and involvement 24 28
Mastery 22 23
Overall performance 19 26
Placement 10 6
Provides a goal 3 4

Educational Importance

The importance of providing teachers with the necessary background knowledge on
classroom assessment, grading procedures and the complexity of factors sﬁrrounding the issue of
grades can not be underestimated. It is particularly important given the universal use of grades as
a commodity for advancement and opportunities throughout our education system. As an
academic assessment measure, a grade should have the characteristics of any good measure,
namely reliability and validity. Validity refers to the soundness, or accuracy, of the assignment,
as well as the interpretation made of the grade. This interpretation should correspond and be
dependent on appropriate criteria used by teachers in giving grades to students. Therefore, it is
very important for teachers to see that the final (end of the semester) grades primarily reflect
what the student knows of the subject at hand. The teacher needs to have enough knowledge on
the nature of students and of students' learning to be able to successfully use the other non-
achievement functions grades often serve (e.g., motivation, behavioral change, feedback) within
the context of formative assessment rather than invalidating the final grade as a summative

measure of student achievement.
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Appendix A

Percentage of undergraduate and graduate education programs
requiring/not requiring a measurement or assessment course at a
random sample (n) of colleges and universities

N* | n # of No | Yes | Yes| Yes
programs
US Colleges | 1489 | 16 47 53% | 32% | 4% | 11%
CA Colleges | 119 | 13 26 73% [ 15% | 7% | 4%
I NY Colleges | 135 | 15 45 < 167% |20% | 0% | 13%

No = No measurement/assessment course required
Yes = General Measurement/assessment course required
Yes = Measurement/assessment course required - focus on informal assessment
Yes = Measurement/assessment course required - focus on students with special needs

*SOURCE: http://www.utexas.edu/worid/univ/state/
Web U.S. Universities, by State
"This page of UT Austin Web Central contains a list of regionally-accredited U.S. universities organized
by state. ... This list includes only 4-year institutions.”
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Appendix B

Directions

This is an anonymous survey. DO NOT place your name on it. Please keep all of the materials attached.
On this first section of the survey please complete all the following items that are relevant to you and your
background. Circle all the information that best describes you.

= Age: 11-14 15-18 1922 22-26 27-30 31-34 35-39 40-43 44-47 48-51 52+
*  Sex: Female Male
*  Current grade level (K-12): K-6"student  Middie/Junior H. S. student H. S. student
K-6"teacher ~ Middle/Junior H.S. teacher H.S. teacher
Reading teacher Special Ed teacher Administrator
= Current school level (college): Undergraduate Student Graduate Student Faculty
= Thave been a K-12 teacher for: 1-3 years 4-6 yr. 7-9 yr. 10+ yr.
* [have been a K-12 administratqr for: 1-3 years 4-6 yr. 7-9 yr. : 10+ yr.
* Thave beena college teacher for: “1-3years - 4-6 yr. 7-9 yr. 10+ yr.

= College Major/Departinent to which you are associated:

Music Education Art Education Early Childhood Ed
Elementary Education Special Ed/Elem. Ed (SEED) Special Education
English/Secondary Ed Math/Secondary Ed Biology/Secondary Ed

Social Studies/Secondary Ed Spanish/Secondary Ed  Chemistry/Secondary Ed

Educational Psychology School Psychology Communication Disorders (CMD)
Ed Administration Reading Counseling Applied Technology Ed (ATE)
* TIhave taken a Graduate level course on educational tests and measurement: No Yes
* Thave taken EPY529: Mental & Educational Measurement at St. Rose: No Yes
* I have taken an Undergraduate level course on educational tests and measurement: No Yes
Directions

Please carefully read the attached case study, Sarah Hanover’. After reading it, answer the questions on the
following pages as concisely as possible. If you find it necessary, you may attach additional comments.

? Silverman, R., Welty, W. & Lyon, S. (1996). Case studies for teacher problem solving, 2ed.
New York: McGraw-Hill. :
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Please answer the following questions based on the assumption that Sarah must record one of the following letter
grades for James on his report card/school record [ A, B,C,D, F ].

= Should Sarah change James' grade? No Yes

= Why/Why not?

29

= What letter grade does James deserve? A B C D F

= Why?

30
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=  What do you believe should be the purpose of homework?

=  What do you believe should be the purpose of a grade?

Thank you for your time and thoughtful completion of this survey.
Dr. James D. Allen
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Appendix C

1. Should Sarah change James' grade? Yes/No, Why/Why not?

Yes - No

e classroom policy was unclear e homework was a requirement

e contribution to class was sufficient e changing it would be unfair to others

e peer tutoring exhibits effort e it would give James the wrong impression
o after make-up work/extra assignments e she would have to change all grades

e needs to meet individual needs of James

2. What letter grade does James deserve? Why?

A A-/B+ B

minus 10% for no homework

he did not meet the requirements
he did not meet the requirements
he must suffer the consequences

e classroom policy unclear e compromise
his engagement in class o his test average is an A
he knows the material

3. What do you believe should be the purpose of homework?

practice

tracking student progress
reinforcement

achievement improves

feedback

discipline and responsibility
preparation for tests and new material
retention of information

enrichment and challenge

4. What do you believe should be the purpose of a grade?

meet requirements

determine what was learned
knowledge, effort, involvement
mastery

performance overall

provides a goal

future placement
o feedback
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